Increasing attention is being given to the role of a positive school interpersonal climate in children's school functioning and social-emotional development. Children's perceptions are commonly used to measure the interpersonal school climate, but the individual and contextual characteristics that contribute to variation in children's perceptions remain unclear. This study examines the direct and interactive effects of multiple individual child characteristics and school-level interpersonal climate on elementary schoolchildren's perceptions of negative interpersonal climate and feeling afraid at school. Demographic, social-cognitive, behavioral, and academic characteristics are examined at the individual level. School context variables capturing interpersonal climate include school-level aggregated children's perceptions of negative climate and teacher perceptions of student respect, safety and teacher affiliation. Data come from 4,016 4th graders from 83 public elementary schools. At the child level, results indicate that children's empathy, victimization, and academic competence explained significant variation in at least 1 of the 2 outcomes in the expected direction. Girls also reported feeling more afraid. The associations for Black children between victimization and climate and behavioral problems and climate were weaker. For Hispanic children, the association was weaker between academic competence and feeling afraid and stronger between engagement and feeling afraid. At the school level, aggregated children's perceptions of climate were most strongly associated with both outcomes. Teacher affiliation and teacher-rated student respect-safety moderated the association between engagement and children's perceptions of negative interpersonal climate. These interactions are discussed in relation to existing theory and research, as are implications for policy and future research.
A high-quality interpersonal school climate, characterized by support, order, and fairness where members of the school community feel safe, respected, and motivated, is predictive of better school functioning and child adjustment (e.g., Cohen, Mccabe, Michelli, & Pickeral, 2009; Khoury-Kassabri, Benenishty, Astor, & Zeira, 2004; Osterman, 2000; Roeser, Eccles, & Sameroff, 2000) . Children's feelings of belonging, acceptance, safety, and support in school are especially important for meeting their developmental and academic needs (Battistich, Solomon, Kim, Watson, & Schaps, 1995) . Indeed, children's positive perceptions of school social climate and safety has systematically been linked to greater school engagement, fewer mental health problems, and greater academic achievement, whereas more negative perceptions are associated with greater depression, perceptions of peer rejection, and increased problem behaviors such as aggression and substance use (e.g., Anderman, 2002; Bond et al., 2007; Gest, Welsh, & Domitrovich, 2005) .
The large amount of variation in children's perceptions of the interpersonal climate that lies between students suggests that children's experiences of the climate vary greatly as a function of individual differences. Although several studies have found that gender, race-ethnicity, and socioeconomic risk are predictive of students' perceptions of school climate (Fan, Williams, & Corkin, 2011; Gest et al., 2005; Griffith, 1997; Koth, Bradshaw, & Leaf, 2008; Kuperminc, Leadbeater, & Blatt, 2001 ), other demographic, behavioral, cognitive, and academic characteristics that children bring to social interactions and the school setting shape both the quality of the school climate and children's experiences in school (Fan et al., 2011; Gest et al., 2005; Koth et al., 2008; Pianta, Steinberg, & Rollins, 1995; Vieno, Perkins, Smith, & Santinello, 2005) . Yet the meaningful amount of variation in these perceptions that lies between schools, ranging from 4% to 27% (e.g., Koth et al., 2008; Vieno, Perkins, Smith, & Santinello, 2005 ), suggests that school-level factors may also help explain differences in children's experiences at school (e.g., Battistich et al., 1995; Fan et al., 2011) . Moreover, the degree to which children perceive the school climate more or less positively may depend on interactions between these child characteristics and the social resources available to them in their schools.
Little empirical work has been devoted to characterizing the factors that contribute most to how children experience school climate within a multilevel framework. This study seeks to fill this gap by modeling the direct and interactive effects of selected individual (sociocognitive and behavioral factors, victimization, and academic) and school characteristics (teachers' and children's aggregate ratings of interpersonal climate) on children's perceptions of school interpersonal climate using three-level modeling and a diverse sample of elementary schools. Gaining a better understanding of the factors that contribute to this variation is beneficial to targeting intervention and policy efforts that seek to improve school climates and children's adjustment. Identifying predictors of children's perceptions is also necessary because these perceptions are increasingly being used to measure school climate, both as an individual-level and a group-level construct.
School Climate
School climate is a multidimensional, multilevel, and systemic construct encompassing interdependent dimensions of the social and organizational learning environment of the school. It has been described as the quality of interpersonal relationships within the school (Haynes, Emmons, & Ben-Avie, 1997) ; more recently and more broadly it has been defined as comprising safety, relationships, teaching and learning, and the external environment (National School Climate Center, 2014), or engagement, safety, and environment (U.S. Department of Education's [2015] National Center on Safe Supportive Learning Environments). Consensus on how to define and conceptualize the construct has yet to be reached. Nevertheless, with mounting attention to school climate has come the development of a growing number of assessment tools to track the quality of the school environment (e.g., NYC's Learning Environment Survey, Consortium on Chicago School Research Survey of Chicago Public Schools, NSCC Comprehensive School Climate Inventory, UNICEF's Child Friendly Schools Survey), most of which rely solely on reports (and therefore perceptions) from teachers, students, and sometimes parents.
Regardless of the conceptual definition framing a particular assessment, reliance on individual student reports to measure different aspects of school climate is sometimes sought specifically by researchers and otherwise impossible to avoid. Reliance on student reports can make it difficult to disentangle what is often a constant tension between capturing the "objective" (i.e., what is rather than what is perceived) versus the "subjective" (i.e., perceptions, experiences). Indeed, children's perceptions of interpersonal relationships and safety in school have been treated as properties of the school, thought of as grouplevel constructs representative of a larger social climate (e.g., Battistich & Hom, 1997) and also as an individual-level construct representing psychological properties of children within a school (e.g., Battistich et al., 1995; Goodenow & Grady, 1993) . This tension is one of the reasons studying school climate can be so complex.
In this study we approach this problem by developing a better understanding of the factors that contribute to rater variation in perceptions of school interpersonal climate, an aspect of climate that cuts across domains of safety, relationships, and engagement, and is recognized as essential to addressing school safety concerns (Bradshaw & Johnson, 2011) . Safety and school connectedness, the two interpersonal dimensions of school climate being examined here, were chosen because they have been widely used to measure school climate in elementary schools. The knowledge gained from this study can be useful for empirical purposes because understanding sources of variation in student perceptions can allow us to refine future models of the relationships between school climate and student outcomes. It is also useful for intervention purposes because intervention efforts can be targeted to meet the needs of children whose experiences in school are most negative.
The decision to create broad, inclusive measures of school climate creates another tension in the school climate literature and little consensus exists around whether to define certain student measures as dimensions of climate or as outcomes. For example, behavioral engagement has been conceptualized both as a dimension of school climate in some cases (e.g., U.S. Department of Education's National Center on Safe Supportive Learning Environments), and as an outcome in other cases (e.g., You & Sharkey, 2009) . Acknowledging this limitation, this study makes a conceptual distinction between the school climate outcomes-students were asked to report on relationships in school on a general or broad level (e.g., "students don't seem to like each other very well")-and the student predictors that capture individual students' sociocognitive, behavioral, and academic characteristics.
An Ecological View of Children's Perceptions of School Interpersonal Climate
The multidimensional and multilevel nature of school climate is in line with ecological theories of learning and development. Ecological systems theory and the transactional models of development argue for bidirectional and reinforcing interactions between children and the multilevel systems and environments in which they are nested (Bronfenbrenner & Morris, 1998; Sameroff & MacKenzie, 2003) . The transactional and reinforcing patterns of behaviors between teachers and students (Rudasill & RimmKaufman, 2009 ) are some of the most important of these interactions. Social-contextual learning and motivational theories emphasize the need for emotional support and positive interpersonal interactions in meeting children's need for relatedness, competence, and autonomy (Crosnoe, Johnson, & Elder, 2004; Deci & Ryan, 1991; Eccles et al., 1993) and the role of group norms and peer acceptance in reinforcing negative and positive behaviors (Bandura, 1982) . For example, in some settings many aggressive children are socially adept, prominent, and integrated with nonaggressive peers (Estell, Cairns, Farmer, & Cairns, 2002; Henry, Farrell, Schoeny, Tolan, & Dymnicki, 2011) . While some children who exhibit problem behaviors may have more difficult peer and teacher interactions and perceive a more negative interpersonal climate, other more integrated children may actually experience a more positive interpersonal climate. Along these lines, schoollevel interpersonal factors may directly influence children's perceptions of school climate and moderate the relationship between children's individual characteristics and their experiences of school climate. This document is copyrighted by the American Psychological Association or one of its allied publishers.
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Individual Predictors of Children's Perceptions of School Interpersonal Climate
Only a handful of studies have specifically examined individual predictors of children's perceptions of interpersonal climate and safety. Therefore, the literature reviewed here takes a broader perspective, calling on literature on student-teacher relationships and cross-sectional studies that have looked at climate predictors of child social-emotional and academic characteristics. Many of the studies model these associations at the child level, but some are multilevel. The characteristics of children that are thought to be highly related to their experiences in school fall into four broad categories that are considered most important for children's school adjustment: behavioral, sociocognitive, academic, and demographic.
Behavioral, Social-Cognitive, and Academic Characteristics
Victims of bullying suffer psychologically and socially (e.g., Juvonen, Nishina, & Graham, 2006; Khoury-Kassabri et al., 2004) , and feelings of loneliness and rejection that result from being victimized likely influence how children perceive the school climate. Moreover, a handful of studies have found that behavior problems are associated with both children's perceptions of social climate (Fan et al., 2011; Kuperminc et al., 2001 ) and the development of more troubled relationships over time (Gest et al., 2005; Hamre & Pianta, 2001 ). Social-cognitive beliefs about the acceptability of aggression, characterized by the degree to which children feel that aggressive acts are acceptable, are also likely to affect children's social experiences. Though no study has examined whether beliefs about aggression predict children's perceptions of climate, Henry et al. (2011) found that more negative relationships with students and teachers and lower school safety predicted stronger beliefs supporting aggression in middle school.
Empathy is another important social-cognitive trait that may help explain differential interpersonal experiences in school, evidenced in that the development of empathy is one of the main social skills targeted in school-based social-emotional interventions aimed at reducing antisocial behaviors and improving school climate (Kasen, Johnson, & Cohen, 2004; Orpinas & Horne, 2010) . A positive relationship between empathy and children's experiences of interpersonal climate and safety may exist if more empathetic children are more prosocial and consequently develop more positive and supportive relationships with teachers and students. The only study to our knowledge that has examined this association found a concurrent positive relationship between elementary school students' prosocial attitudes and their sense of community in school (Battistich & Hom, 1997) . Empathy has also been linked to characteristics that encourage or hinder the development of quality relationships, including greater social competence and support and less victimization (Cohen & Strayer, 1996; Miller & Eisenberg, 1988; Nation, Vieno, Perkins, & Santinello, 2008) , all of which are likely to contribute to a child's more positive perceptions of interpersonal climate.
Children's level of academic engagement and success could also shape the extent to which they develop positive relationships in school and, in turn, positive perceptions of interpersonal climate. From an attachment perspective, high-quality interpersonal relationships in school are thought to provide children with basic psychological needs that promote bonding and engagement (Bowlby, 1973; Pianta, 1997; Ryan, Stiller, & Lynch, 1994) . A greater sense of belonging in school is associated with active engagement, confidence, and hard work to facilitate academic learning, while disconnection with others is associated with disaffection from learning (Furrer & Skinner, 2003) . In support of this idea, peer and teacher support, school safety, feeling of community in school, and adaptation to the social context are positively correlated with school liking, engagement, and academic competence both concurrently (e.g., Battistich & Hom, 1997; Birch & Ladd, 1997; Entwisle & Hayduk, 1988; Gonzales, Cauce, Friedman, & Mason, 1996) and over time (Hughes, Wu, Kwok, Villarreal, & Johnson, 2012) . On the other hand, the associations between teacher and peer support and academic competence may be negative when, for example, teachers seek out special relationships with students with academic and behavioral difficulties (Baker, 1999; Elias & Haynes, 2008) or when aggression and academic competence go hand in hand, for example, in low-income contexts (Estell et al., 2002) . Given the mixed results, more work is needed to better understand these associations.
Demographic Characteristics
An extensive body of research documents the associations between gender and race-ethnicity and children's perceptions of school climate. Whereas girls are more likely to feel a sense of belonging and teacher and school supportiveness, boys are more likely to have more conflict in their relationships with teachers, exhibit disruptive behaviors and, in turn, perceive less safety in school (Birch & Ladd, 1997; Gest et al., 2005; Hughes et al., 2012; Koth et al., 2008; Rudasill & Rimm-Kaufman, 2009 ). Moreover, among peers, boys are more likely to bully others and to be physically victimized than girls (Centers for Disease Control and Prevention, 2012; Khoury-Kassabri et al., 2004) .
The relationship between race-ethnicity and experiences of school climate is more complex. Research has found that Black girls (but not boys) have less positive perceptions of school climate than other girls (Kuperminc, Leadbeater, Emmons, & Blatt, 1997) . Hughes et al. (2012) found that Black elementary schoolchildren reported greater conflict but also more warmth with teachers than White and Hispanic students. Black elementary schoolchildren are also judged by their teachers to have more school adjustment problems, indicating the possibility that Black children experience more interpersonal conflict (Pigott & Cowen, 2000; Saft & Pianta, 2001) . In contrast, Black children may have more positive perceptions of peer-related interpersonal climate, compared with White children (Dunkel, Kistner, & David-Ferdon, 2010; Zakriski & Coie, 1996) .
Gender and race-ethnicity may also act as moderators on the relationships between sociocognitive, behavioral, and academic characteristics and perceptions of school climate. For example, the relationship between aggression and negative perceptions of school climate may be stronger for girls (Henry et al., 2011; Mikami & Lorenzi, 2011) . The extant research suggests that boys who exhibit problem behaviors are not necessarily going to experience consistently negative peer relationships because aggressive behavior can be reinforced by both similarly aggressive and nonaggressive peers. In contrast, aggressive girls are more likely to This document is copyrighted by the American Psychological Association or one of its allied publishers.
affiliate primarily with aggressive peers and are generally more likely to respond to social cues (Cross & Madson, 1997; Henry et al., 2011; Rodkin, Farmer, Pearl, & Acker, 2003) . As a consequence of differences in quality of relationships, social standing, and sensitivity to peer experiences, aggressive boys may not experience the interpersonal climate as negatively as aggressive girls. It has also been suggested that Black and Hispanic children may value or rely on supportive relationships at school to a greater extent than their White peers (Espinoza & Juvonen, 2011; Hughes et al., 2012) . For example, associations between teacher-child relationships and academic achievement have been found to be strongest among Hispanic girls, compared with boys and other racial/ethnic groups (Crosnoe et al., 2004) . Therefore, the relationship between school adjustment and positive student-teacher relationships may be stronger for Black and Hispanic children than for White children (e.g., Burchinal, Peisner-Feinberg, Pianta, & Howes, 2002; Espinoza & Juvonen, 2011; Goodenow & Grady, 1993) .
Along with gender and race-ethnicity, family and neighborhood risk may be associated with more negative perceptions of interpersonal climate and safety. Among young children, lower family income is associated with more conflict and less closeness with teachers (e.g., Battistich et al., 1995; Pianta, Steinberg, & Rollins, 1995) . The link between neighborhood risk and perceptions of school climate has not been established, but neighborhood disadvantage, characterized by poverty, high crime rates, and limited resources, are associated with a host of risk factors, including externalizing behaviors (Gonzales et al., 1996; Tolan, GormanSmith, Huesmann, & Zelli, 1997) and social-emotional problems (Schwartz & Gorman, 2003; Shumow, Vandell, & Posner, 1999) . Social resources in classrooms and schools could help buffer these associations, as suggested by ecological and transactional theories that argue for the importance of social processes across contexts in shaping development (e.g., Rudasill & Rimm-Kaufman, 2009; Sampson, Raudenbush, & Earls, 1997) .
School-Level Interpersonal Climate and Children's Perceptions
School-level characteristics show distinct patterns of influence with child outcomes and are worth studying simultaneously Osterman, 2000; You & Sharkey, 2009) . The school culture is thought to be a powerful influence on child adjustment, encompassing norms and attitudes of teachers and students that include cooperation and satisfaction among teachers, teacher attitudes and expectations toward the students in the school, respect for all members of the school community, and school safety (Battistich & Hom, 1997; Brand, Felner, Seitsinger, Burns, & Bolton, 2008; Gottfredson, Gottfredson, Payne, & Gottfredson, 2005; Maslach, 1999; Moos, 1974) . Although the research on behavioral norms in elementary school has focused on the classroom context, the behavioral composition of students and established norms in the larger school community are likely equally important correlates of children's school experiences and adjustment.
Given the unique influence of these ecological variables on children, it will be important to understand how individuals and schools independently and simultaneously contribute to children's experiences in school. Yet, the unique effect of children's individual characteristics on their perceptions of school climate, the direct effect of school-level interpersonal climate and the interactions between these is not well understood.
The Current Study
This study compliments recent work that has examined a number of multilevel predictors of several dimensions of children's perceptions of school climate in middle and high school (Fan et al., 2011; Koth et al., 2008; Vieno et al., 2005) . These studies mostly looked at structural characteristics of schools, found to be only weakly or not related to children's perceptions of climate. Complimenting this previous work, this study includes additional child academic and social-emotional predictors at the individual level and interpersonal characteristics of schools rather than structural and social composition characteristics of schools, uses both child and teacher ratings, and focuses on elementary schoolchildren.
We applied a multilevel model to better understand differences in children's experiences of the school interpersonal climate, differences related to qualities inherent to the child or the school. Specifically, we examined at the individual level: (a) whether social-emotional (normative beliefs about aggression, empathy, victimization, and problem behaviors), academic (behavioral engagement, academic competence-motivation), and sociodemographic (gender, race-ethnicity, poverty, community risk) differences explain variability in two dimensions of children's perceptions of school interpersonal climate perceptions of negative interpersonal climate and feeling afraid in school; (b) whether gender and race-ethnicity moderate the relationship between social-emotional and academic factors and children's perceptions of interpersonal climate. We hypothesized that children who are more socially adjusted, more academically engaged and competent, and had fewer sociodemographic risks perceive the climate as more positive and feel less afraid; we further hypothesized that gender and race-ethnicity would moderate these relationships. Using a multilevel framework, we also examined whether (c) school-level interpersonal climate factors directly explained variability in children's perceptions of interpersonal climate and feeling afraid, and (d) these school-level factors moderated associations between children's individual characteristics and their perceptions of school interpersonal climate. We hypothesized that a better interpersonal climate at the school level is associated with perceptions of less negative interpersonal climate and feeling less afraid and that the associations between children's characteristics and their perceptions of the climate are moderated by school interpersonal climate.
Method Participants
Data come from a 3-year, multisite, school-randomized evaluation of Social and Character Development (SACD) Programs funded by the Institute of Education Sciences (IES) and Centers for Disease Control (CDC; see IES NCER report on SACD Programs, http://ies.ed.gov/ncer/pubs/20112001/). A total of 83 elementary schools in seven sites and six states were recruited to participate in the study. Sites were selected through a research grant competition in which research teams applied to evaluate an This document is copyrighted by the American Psychological Association or one of its allied publishers.
SACD program in its chosen site. Each research team recruited 10 to 14 schools based on a set of criteria, including need, willingness to participate in random assignment and data collection, and ability to implement the program. Recruited schools were randomized using a stratified sampling procedure. School characteristics used in the pairwise matching differed by site. They included, among other variables, enrollment, percentage of students of difference race-ethnicities, percentage of students receiving free or reduced price meals, student-teacher ratio, and average math and reading achievement scores. Each site used consistent data collection efforts and a common set of measures (and also collected additional, site-specific data). Table 1 shows average school demographic characteristics by study site. The sample overall was racially-ethnically and socioeconomically diverse, and the diversity of the sample varied substantially by site. For example, in one school, the average percentage of students who received free or reduced price lunch ranged from 12%-91% across sites. All students who were in third grade at the start of the study (fall 2005), their parents, and all third, fourth, and fifth grade teachers were eligible to participate in the multisite evaluation. Data for this study were gathered in the fall (2005) and spring (2006) of the second year, when children were in fourth grade. Participants included 4,016 children (51% girls; average age at Time 1 ϭ 8.5 years, SD ϭ 0.5) in 311 classrooms and their parents, and third, fourth, and fifth grade teachers (87% consented and completed surveys). Consent packages were sent home to parents informing them of the study and seeking consent for their child to participate. The overall consent rate in spring was 67%. Of the consented children, 95% of them completed a questionnaire. The overall child participation rate was therefore 63%. The overall teacher participation rate was 90%. The number of schools per site ranged from 10 to 14 and the number of districts per site ranged from 1 to 8. The average classroom cluster size was 13.63 (SD ϭ 5.37), and the average school cluster size was 50.46 (SD ϭ 19.97).
Children were White (42%), Black/African American (30%), Hispanic/Latino (20%), and other (7%). Just under half of households (43.5%) had incomes at or lower than 135% of the federal poverty level. Most teachers (89%) were female, with a majority self-reporting as non-Hispanic/White (76%), and then Black/African American (16%) or Hispanic (5%); the remaining teachers reported as other (i.e., Asian, American-Indian, Alaskan Native). Teachers averaged 11 years of teaching experience overall (SD ϭ 9) and 6 years at their current school (SD ϭ 7).
Measures
At each wave, children completed questionnaires in small class groups (n ϭ 5-20) rating their own behavior, cognitions, perceptions of school climate, and engagement in school. Assessments of teacher affective and pedagogical processes and practices, professional background, and their students' behavior and academic competence were collected in fall and spring directly from teachers using paper-and-pencil survey questionnaires. Parents of participating children also completed questionnaires with demographic information, assessments of parent involvement, home environment, and their child's behavior. All predictor variables were assessed in the fall, and outcomes were assessed in the spring.
Children's perceptions of school interpersonal climate. Children were asked to report on the interpersonal climate of their school. Negative interpersonal climate included four negatively worded items from the Sense of School as Community measure (Roberts, Horn, & Battistich, 1995) about the degree to which children care about and like each other and children and teachers get along (e.g., students in this school don't really care about each other; teachers and students in this school don't seem to like each other). Feeling Afraid (IES/CDC developed) included four negatively worded items about how afraid children are that someone will bully, hurt, and tease them at school, and how afraid they are that other students will be hurt at school. Items were on a 4-point rating scale, ranging from 1 (disagree a lot) to 4 (agree a lot). These items were chosen to represent the extent to which the school had a negative interpersonal climate, as rated by students. See Table 2 for child-level alphas.
School-level interpersonal climate. Multilevel exploratory (MEFA) and confirmatory (MCFA) factor analyses were conducted at the individual child-teacher and the school levels to assess the number of factors at each level making up studentreported and teacher-reported interpersonal climate. The within- Program (2010) . nd ϭ no data. This document is copyrighted by the American Psychological Association or one of its allied publishers.
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Note.
CR ϭ child report; TR ϭ teacher report; ICC ϭ intraclass correlation coefficient. ICC(2) was calculated using the Spearman-Brown formula: ICC(2)
with k being the average group sample size.
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and between-level components were examined simultaneously to assess the number of factors at each level and combined model fit. All analyses were conducted in Mplus 7.0 (Muthén & Muthén, 1998 . In the teacher-report model where items were on a 5-point rating scale and approximately normally distributed (i.e., univariate skew lower than 1.2 and item kurtosis lower than 2.2), a maximum likelihood with robust standard errors (MLR) estimator was used, which is robust to violations of normality (Satorra & Bentler, 1994) . In models with approximately normally distributed ordered categorical data with at least five categories, use of ML estimation does not result in a great deal of bias in fit indices, parameter estimates, or standard errors (Finney & Distefano, 2013) . In the child-report model a robust weighted least squares (WLSMV) estimator using a diagonal weight matrix was used because items from the aggression to peers scale were on a 4-point rating scale and were positively skewed. The two child-level dimensions of school interpersonal climate-negative interpersonal climate and feeling afraid-and one additional child-reported dimension-aggression to peers (Orpinas & Frankowski, 2001) , which included six items in which children rated the frequency of their typical physical and social aggression over the past 2 weeks (e.g., "I teased a kid at school"; "I pushed, shoved, or hit a kid from school")-were included in the multilevel factor analysis. The best-fitting and most parsimonious child perceptions model from the MEFA was the three-factor within school/ one-factor between-school model, 2 (31) ϭ 76.081, comparative fit index (CFI) ϭ .955, Tucker-Lewis index (TLI) ϭ .987, root mean square error of approximation (RMSEA) ϭ .027; within standardized root-mean-square residual (SRMR) ϭ .016; between SRMR ϭ .057. At the within-school level, the three hypothesized factors emerged: negative interpersonal climate (four items), feeling afraid (four items), and aggression (six items). At the betweenschool level, one single factor emerged, making up a general negative climate factor. This model was confirmed in an MCFA with adequate model fit, 2 (152) ϭ 296.219, CFI ϭ .964, TLI ϭ .956, RMSEA ϭ .021, within SRMR ϭ .029, between SRMR ϭ .069, weighted root mean square residual (WRMR) ϭ .742. Therefore, the three factors were aggregated to the school level and combined to form one factor, representing children's reports of school negative interpersonal climate (␣ ϭ .94).
Teachers reported on multiple aspects of the organizational and interpersonal environment of their schools (SLEQ; Fisher & Fraser, 1991) . Three dimensions that captured teachers' perceptions of the quality of the student and staff social environments were selected: teacher affiliation, student respect, and student safety. Teacher affiliation was made up of 11 items (e.g., "I seldom receive encouragement from colleagues"; "Teachers frequently discuss teaching methods and strategies with each other"; "I feel accepted by other teachers"; ␣ ϭ .89). Student respect was a five-item scale (e.g., "Most students are helpful and cooperative to teachers"; "Students get along well with teachers"; ␣ ϭ .89), and student safety was a four-item scale (e.g., "Students feel afraid that someone will hurt them at school"; "Students feel safe at this school"; ␣ ϭ .86) on a 5-point rating scale, ranging from 1 (strongly disagree) to 5 (strongly agree).
The best-fitting and most parsimonious teacher perceptions model from the MEFA had 17 items and three factors at the within level and two factors at the between level. Three items were removed because they did not load strongly onto any factor or were double loading. (232) ϭ 549.96, CFI ϭ .954, TLI ϭ .947, RMSEA ϭ .040, within SRMR ϭ .042, between SRMR ϭ .084. At the within-school level, the three hypothesized factors were confirmed: staff affiliation (nine items), student respect-support (four items), and student safety (four items). At the between-school level, the student respect-support and safety items loaded together producing two conceptually meaningful factors: (1) staff affiliation and (2) student respect and safety. Tables  A1 and A2 of the appendix show the items included in the final child and teacher factor models, factor loadings, and correlations between factors.
The group-level reliabilities of each of the school climate constructs (ICC(2)), calculated by applying the Spearman-Brown formula to the intraclass correlation coefficient (ICC(1)), (Bliese, 2000) , are shown in Table 2 . An ICC(2) between .70 and .85 is generally considered to indicate acceptable reliability (see Lüdtke, Trautwein, Kunter, & Baumert, 2006) . The ICC(2) for the combined child-reported negative interpersonal climate construct showed high school-level reliability. Teacher reported student respect-safety showed high levels of reliability, whereas the reliability of teacher affiliation scores was low.
Social-emotional predictors. Social-cognitive predictors of children's perceptions of school climate included normative beliefs about aggression and empathy and were assessed through child ratings. The Normative Beliefs About Aggression Scale (Huesmann & Guerra, 1997 ) is an eight-item measure (␣ ϭ .90). Children were asked to report on the extent to which they believe it is okay or not okay to be aggressive (i.e., "It's wrong to hit other people; "It's ok to push or shove people around if you're mad"). The scale included eight items on a 4-point scale, ranging from 1 (really wrong) to 4 (perfectly ok). Empathy was assessed through an 11-item modified version of the Children's Empathy Questionnaire (Funk et al., 2003; ␣ ϭ .84 ). Children were asked about the degree to which they would respond empathically to hypothetical and actual anticipated events (e.g., "When I'm mean to someone, I feel bad about it later"; "I would feel bad if a kid sitting next to me got in trouble").
The Victimization Scale (Orpinas & Kelder, 1995 ) is a six-item measure that asks children to respond on a 4-point scale, ranging from 0 (never) to 3 (many times), about how often they are victimized at school (e.g., teased, pushed, or threatened; ␣ ϭ .86). Problem behaviors were assessed through teacher reports using a combined 23-item measure of the BASC Aggression Subscale and the BASC Conduct Problems Subscale (Reynolds & Kamphaus, 1998) . The two subscales were combined based on findings from exploratory and confirmatory factor analyses that showed that all items loaded onto one factor (Social and Character Development Research Consortium, 2010) . Teachers responded on a 4-point scale ranging from 1 (never) to 4 (almost always) about how often a student engages in verbal or physical aggression (e.g., breaks other children's things, is critical of others, talks back to teachers) and socially deviant or disruptive behavior in school (e.g., has to stay after school for punishment, cheats in school, has been suspended from school; ␣ ϭ .95).
Academic predictors. Child-reported school engagement (Furrer & Skinner, 2003) and teacher-reported academic competence and motivation (IES-CDC developed; adapted from Gresham & Elliott, 1990 and Achenbach, 1991) were assessed. This document is copyrighted by the American Psychological Association or one of its allied publishers.
Children were asked to rate their level of behavioral engagement (i.e., how much they work hard and pay attention in class). The four positive items were used (␣ ϭ .82). Teachers assessed each student's performance compared with grade level standards in math and reading and overall (three items; e.g., "In reading, how does this child perform?") and their motivation to succeed (one item; "Compared to an average 4th grade child, what is this child's overall motivation to succeed academically?"; ␣ ϭ .95). Demographic predictors. Parents reported on their children's gender, race-ethnicity, and income. Poverty was based on whether the household was Յ135% of the federal poverty level. Community risk was assessed through seven items reported on a 4-point scale adapted from the Community Risks Scale (Forehand, Brody, & Armistead, 2000; ␣ ϭ .89) in which parents reported on community characteristics in their child's neighborhood (e.g., trash pickup is a problem in the neighborhood, drugs are sold/used by people in the neighborhood).
Classroom-level covariates. Teachers reported on their own race-ethnicity, gender, years of experience, and education.
School-level covariates. The proportion of White (vs. minority) students and the proportion of poor (vs. nonpoor) students in the school were computed from parent-reported race-ethnicity and income, aggregated to the school level, using students in the sample. These variables were treated as proxies for the income and raceethnic composition of the whole school. Treatment status was controlled for in all models (1 ϭ treatment, 0 ϭ control). Treatment was not significantly related to the outcomes. Treatment only moderated one relationship tested in this study, and the significance was not above chance. Therefore, we had no reason to believe that the relationships examined varied by treatment status. Site-fixed effect dummies were included to control for heterogeneity across sites related to the predictors and the outcomes. Site effects were modeled as fixed because of the small number of sites included in the study. Sites were selected intentionally for the study, and findings are therefore not generalizable to a broader set of sites (Social and Character Development Research Consortium, 2010).
Data Analytic Strategy
A series of hierarchical linear models (HLM 6.02, Raudenbush & Bryk, 2002) were estimated to test the hypotheses and to account for the multilevel nature of our data. In line with children's ecological experiences in school, three-level models were estimated in which children were nested in classrooms and schools. Because no hypotheses were made about relationships between classroom-level (Level 2) predictors and the outcomes-because the climate question were predominantly about experiences in school rather than in the classroom-covariates entered at this level included teacher demographic controls and teachers' individual perceptions of climate (entered as school aggregates at Level 3) to model variation in teachers' perceptions within schools. All predictor variables were measured in the fall. All models controlled for school-level covariates and for fall levels of negative perceptions of interpersonal climate and feeling afraid.
Following recommendations by Raudenbush and Bryk (2002) , the models were built up in a series of steps. In the first step, the Level-1 fall variables were entered into a three-level, random-intercept model predicting spring levels of feeling afraid and negative interpersonal climate. In addition to the Level 1 predictors, teacher demographic controls and school controls were included in this step at Levels 2 and 3, respectively. This model was testing Hypothesis 1-that children who are more socially adjusted, more academically engaged and competent, and have fewer sociodemographic risks will perceive the school interpersonal climate as more positive and feel less afraid. In
Step 2, gender and race-ethnicity by child characteristic interactions were entered at Level 1 to Test Hypothesis 2-that gender and race-ethnicity moderated the relationship between child characteristics and children's perceptions of school interpersonal climate. Only significant interactions were retained. In Step 3, random slopes models were examined and significant random slopes at Level 3 of the Level 1 predictors were retained. In Step 4, school aggregates of the two teacher perceptions of school interpersonal climate dimensions (teacher affiliation, student respect-support) and of children's perceptions of negative interpersonal climate, and the two school-level covariates (proportion White, proportion poor) were entered at Level 3 to Test Hypothesis 3-that higher quality school interpersonal climates are associated with more positive child perceptions of interpersonal climate. Teachers' individual perceptions were entered at Level 2 in this step to control for individual differences in perceptions. In the fifth and final step, cross-level interactions between schoollevel interpersonal climate factors at Level 3 and the predictive child factors were examined when significant random slopes were found. This model tested Hypothesis 4 -that school level interpersonal climate would moderate the relationship between children's characteristics and their perceptions of climate.
Tests of assumptions using the residuals at each level from the final models did not show violations of normality, independence, or constant variance. Maximum likelihood parameter estimates with robust standard errors were used to estimate the parameters. Model fit was evaluated using the likelihood ratio test (Raudenbush & Bryk, 2002 ) and the Akaike information criterion (Akaike, 1974) , based on the deviance estimate generated in HLM and the number of parameters in the model.
Centering of variables.
Variables were centered following recommendations by several authors who have considered centering decisions and interpretations in the context of multilevel models and cross-level interactions (Enders & Tofighi, 2007; Hofmann & Gavin, 1998; Kreft, de Leeuw, & Aiken, 1995) .
When grand-mean centering variables, group-level effects can be interpreted as over and above the effects of Level 1 predictors (Hofmann & Gavin, 1998) . When group-mean centering, variables at each level are orthogonal and the group-level effects are unadjusted for the lower level predictors. One reason to use group-mean centering at Level 1 is to understand the relative influence of child characteristics to other children within the same context. Furthermore, because group-mean centered variables have betweengroups effects removed, in the context of cross-level interactions group-mean centering allows for the "purest" estimate of the within-group slope (Hofmann & Gavin, 1998; Kreft et al., 1995) . Enders and Tofighi (2007) suggested group-mean centering when the association between Level 1 predictors and the outcome is of substantive interest. Group-mean centering is also recommended for examining cross-level interactions. Grand-mean centering is appropriate when group-level predictors are being examined, controlling for Level 1 covariates. Enders and Tofighi also suggested that centering decisions should be made regardless of whether the variable is continuous or binary. In this study, both Level 1 and group-level effects were of interest, as were interacThis document is copyrighted by the American Psychological Association or one of its allied publishers.
tions among Level 1 predictors and cross-level interactions between Level 1 and group-level predictors. Therefore, all Level 1 were group-mean centered and all Level 2 and Level 3 variables were centered around the grand mean. Because main effects at Level 3 were also of interest, results from models in which fall levels of the outcome and Level 1 student demographic predictors are grand-mean centered are noted when reporting Level 3 main effects (and shown in Table A3 in the Appendix). Table 2 presents the descriptive statistics and correlation matrices for the variables used in the analyses. Analyses relied on the sample of teachers and students who were in the study in both fall and spring of fourth grade. List-wise deletion because of missing teacher data at Level 2 caused 10 classrooms and 116 children (3%) to drop out of the analyses. No differences were found between the excluded and included classrooms in teacher demographic variables, teachers' perceptions of school climate in the spring, or in the composition of students in the classroom. Listwise deletion at Level 1 caused an additional drop of 15% of children, resulting in a total of 18% of the sample falling out.
Results
Proper inference for the likelihood-based models relies on the missing at random (MAR) assumption. This is an inherently untestable assumption because it requires that missingness not depend on the outcome, yet we do not observe the outcome when it is missing. To conduct an indirect test of MAR, the two outcomes assessed in spring of the prior year (of third grade) were observed more completely and were used as highly correlated proxies for the outcomes. A logistic regression model was examined predicting the list-wise missingness indicator and including the previous wave's scores on the two outcome variables. The proxy variables were not significantly related to missingness, controlling for demographic variables with more complete data (i.e., gender, raceethnicity, and socioeconomic status [SES] ). Assuming that these variables were good proxies for the outcomes, we have some evidence that the MAR assumption was plausible. Differences in gender, race-ethnicity, and SES between the students that remained in the sample and those that were excluded after list-wise deletion were also examined. Girls and White children were less likely to be excluded, whereas Hispanic and lower SES children were more likely to be excluded. These differences suggested the possibility of a violation of the missing completely at random (MCAR) assumption. However, the strict MCAR assumption requiring missingness to be unrelated to study variables is rarely satisfied (Baraldi & Enders, 2010) . Assuming the data were missing at random (MAR), these differences were acceptable provided gender, race-ethnicity, and SES sufficiently predict that missingness and were included in the model, which they were (Schafer, 1997) . In general, caution must be used in interpreting results, as missing data may have introduced some uncontrolled bias that prevents generalizability (e.g., to Hispanic and low SES students).
Unconditional Models
The majority of the variance in the outcomes lay between children (74% for negative perceptions of school and 89% for feeling afraid). The remaining variance lay between classrooms (4% for negative perceptions of school and 2% for feeling afraid) and between schools (21% for negative perceptions of school and 9% for feeling afraid). A chi-square test of significance revealed that variability at each level was significantly different than zero for each of the outcomes. The nontrivial amount of betweenclassroom and between-school variance in the outcomes warranted three-level hierarchical linear modeling, although the classroomlevel variance was minimal, and provided a basis for examining individual-level and group-level predictors. Although the use of three-level modeling allowed us to control for variation at the child, classroom, and school levels, our primary interest was in child (Level 1) and school (Level 3) predictors. The estimated school-level reliabilities for the outcomes were .86 for negative interpersonal climate and .75 for feeling afraid.
Multilevel Analysis
Unstandardized estimates from the final models, random effects, and model fit are presented in Table 3 . Because of the large number of predictor variables of interest in the model, an adjustment for Type I error was made for the main effects using the Benjamini-Hochberg adjustment and an overall alpha level of .05 (Benjamini & Hochberg, 1995) . No correction was made for the Level 1 interactions or cross-level interactions because of the low power associated with interactions in observational designs (see McClelland & Judd, 1993; Mathieu, Aguinis, Culpepper, & Chen, 2012) . Effect sizes were calculated because these are useful for comparing the relative influence of different predictors across levels. For the significant dichotomous predictors (i.e., raceethnicity, gender), standardized mean-difference effect size (d) was calculated using the unadjusted (pooled within group) Level 1 standard deviation of the outcome. For significant continuous predictors, effect sizes (ES) were calculated in relation to the total variance of the outcome variable as a conservative measure of ES (Marsh et al., 2009 ) using the following formula:
ES ϭ (B * SD predictor ) ⁄ e where 〉 is the unstandardized regression coefficient, SD predictor is the standard deviation of the predictor variable, and e is the square root of the total variance of the outcome. Simple slopes and regions of significance were calculated for the significant interaction effects using the interaction utility described by Preacher, Curran, and Bauer (2006) . For continuous moderators, the slopes represented the relation between independent variables and the outcomes at 1 SD below the mean and 1 SD above the mean of the moderator.
Individual-Level Predictors
Feeling afraid. Among the social-emotional predictors, children who were more victimized reported feeling significantly more afraid at school (ES ϭ .14). Among the academic predictors, children who were less academically competent reported feeling significantly more afraid (ES ϭ Ϫ.07). The only demographic characteristic that was significantly associated with feeling afraid after accounting for all the other variables was gender; girls reported feeling more afraid at school than boys (d ϭ 0.13). Results are shown in Table 3 .
In addition, several race-ethnicity by social-emotional and academic characteristic interactions were found. First, the slope of This document is copyrighted by the American Psychological Association or one of its allied publishers.
victimization was flatter for Black children (slope ϭ .06, p Ͻ .05) than for the rest of the children (slope ϭ .17, p Ͻ .001; standardized slope difference ϭ .08). Probing of the regions of significance suggest that the difference between Black and other children in feeling afraid was statistically significant only at the upper end of victimization, at just less than 1 SD from the mean and above. Second, the slope of engagement was significant and negative for Hispanic children (slope ϭ Ϫ.17, p Ͻ .01), whereas the slope for children of other race-ethnic groups was not significant (slope ϭ .02, ns; standardized slope difference ϭ .10). The difference between groups in feeling afraid was significant only at the low end of engagement, about 2 SDs below the mean. Finally, the slope of academic competence-motivation was flat for Hispanic children (slope ϭ .05, ns) and negative for the rest of the children (slope ϭ Ϫ.07, p Ͻ .01; standardized slope difference ϭ .12). The difference between Hispanic children and other children was statistically significant at about 2 SDs above the mean. Negative interpersonal climate. As with feeling afraid, the stability in negative interpersonal climate across the school year was high (see Table 3 ). Among the social-emotional predictors, empathy (ES ϭ Ϫ.08) and victimization (ES ϭ .10) were significantly associated with children's perceptions of negative interper- This article is intended solely for the personal use of the individual user and is not to be disseminated broadly.
sonal climate. Children who were less empathetic and experienced more victimization reported a more negative climate. No academic or demographic characteristics were significantly related to negative interpersonal climate with the Benjamini-Hochberg correction. In addition, there was an interaction between being Black and problem behaviors. The slope for Black children was flat (slope ϭ Ϫ.01, ns), whereas the slope for other children was significantly positive (slope ϭ .12, p Ͻ .001; standardized slope difference ϭ .02). The difference between Black children and other children was small and statistically significant only at very high levels of problem behaviors, at almost 4 SDs above the mean. School-level predictors. More school-aggregated children's perceptions reported in fall were significantly associated with more individual perceptions of negative interpersonal climate (ES ϭ .37) and feeling afraid (ES ϭ .16) in spring, over and above classroomand school-level teacher-rated school climate and teacher and school covariates (see Table 3 ). Notably, these significant relationships were not over and above fall levels of the outcome or the other Level 1 student predictors because these were group-mean centered. After controlling for fall levels of the outcome and all Level 1 demographic predictors (i.e., Level 1 predictors were grand-mean centered), aggregated student perceptions of negative climate at Level 3 remained significantly related to individual perceptions of negative climate (B ϭ 0.55, p Ͻ .001; ES ϭ .22), but not to feeling afraid (B ϭ 0.04, ns), and this was because of the addition of the individual fall levels of feeling afraid (see Table A3 ).
Significant variation around the slope of engagement was found for negative interpersonal climate and around the slopes of academic competence-motivation and problem behaviors for feeling afraid. Therefore, cross-level interactions between these predictors and the Level 3 climate predictors were examined. Cross-level interactions between children's school engagement and both teacher-reported affiliation and student respect-safety on perceptions of negative interpersonal climate were significant. As shown in Figure 1 , there was a negative association between engagement and children's perceptions of negative interpersonal climate for children in schools with less affiliation between teachers (slope ϭ Ϫ.13, p Ͻ .001) but not for children in schools with more affiliation (slope ϭ .02, ns). Probing of the regions of significance suggested that the association between engagement and negative interpersonal climate was significant below the mean of teacher affiliation but not above the mean. The opposite was true for student respect-safety (see Figure 2) .
The negative relationship between engagement and children's perceptions of negative interpersonal climate was stronger for children in schools with more student respect/safety (slope ϭ Ϫ.10, p Ͻ .05) and weaker for children in schools with little student respect and safety (slope ϭ Ϫ.02, ns). Probing of the regions of significance suggested that the association between engagement and negative interpersonal climate was significant above the mean of student respect-safety but not below the mean. As shown in Table 3 , significant variation around the slope of engagement remained, indicating that other, unmeasured schoollevel factors also explain between-school variation in the association between engagement and negative interpersonal climate. The lack of significant cross-level interactions for feeling afraid indicated that none of the climate predictors explained the significant between-school variation in the associations between problem behaviors or academic competence-motivation and feeling afraid.
Discussion
Theory and prior research suggest that feeling accepted and included leads to more positive affect and social cognitions regarding interpersonal relationships, whereas feeling rejected or excluded leads to long-term internalizing and externalizing problems (Osterman, 2000) . For children, feeling supported and accepted at school can be crucial to the development of a host of positive cognitive, academic, and social outcomes. For these reasons, an understanding of the factors that are associated with children's feelings of belongingness and support are essential to developing targeted policies and practices to help children form long-term, positive connections with school. The aim of this study was to examine associations between elementary schoolchildren's individual social-emotional, academic, and sociodemographic characteristics, school-level interpersonal climate, and the interactions between these, and children's perceptions of two dimensions of climate: negative interpersonal climate and feeling afraid. This study is among the few that have examined this topic using three-level modeling and an extensive set of social-cognitive, behavioral, academic, and demographic child characteristics. Furthermore, we capitalized on a large, diverse sample of children and schools across multiple cities and districts. Overall, the findings showed that both individual child and contextual variables and interactions between these were associated with children's perceptions of their school interpersonal climate. These findings provide support for an ecological perspective on children's perceptions of interpersonal school climate.
Individual Characteristics Associated With Perceptions of Climate
Level 1 main effects. Several child characteristics in fall of fourth grade were significantly associated with spring levels of children's perceptions of a negative interpersonal climate and feeling afraid at school. Girls were more likely to feel afraid than boys, even after accounting for a host of other social-emotional and academic characteristics. This is consistent with national find- Figure 1 . School-level teacher affiliation moderation on relationship between school engagement and negative interpersonal climate. Low teacher affiliation ϭ 1 SD below the mean; high teacher affiliation ϭ 1 SD above the mean; low student engagement ϭ 1 SD below the mean; high student engagement ϭ 1 SD above the mean. This document is copyrighted by the American Psychological Association or one of its allied publishers.
ings that show a slightly greater percentage of secondary school girls than boys fear for their safety at school (Robers, Zhang, & Truman, 2010) but is somewhat surprising given that boys are consistently found to engage in more aggression and bullying behaviors and to be victimized. One possibility is that there is a level of social undesirability among boys to report feeling afraid. It is interesting to note and contrary to previous research (e.g., Fan et al., 2011; Gest et al., 2005; Hughes et al., 2012; Koth et al., 2008 ) that boys did not perceive the climate more negatively than girls, at least not when controlling for the other child characteristics. Also contrary to this previous research, no other demographic characteristics were directly related to perceptions of interpersonal climate when accounting for social-emotional and academic characteristics. Empathy in fall was related to negative interpersonal climate in spring such that empathetic children were less likely to perceive the climate as negative. Given previous research that has suggested that children who are more socially connected are more cooperative and devote more thought to others Osterman, 2000; Solomon, Watson, Battistich, Schaps, & Delucchi, 1996) , it is likely that more empathetic children develop more positive relationships with teachers and peers or that there is a reciprocal relationship between empathy and positive interpersonal relationships. That this was one of the strongest predictors of perceptions of negative interpersonal climate reinforces the belief that targeting empathy and other social competence skills may be a valuable component of intervention efforts to improve school climate (Durlak et al., 2011) .
Second, more victimized children felt more afraid at school and perceived a more negative interpersonal climate. Victimization was the only child characteristic that was significantly associated with both perceptions of negative interpersonal climate and feeling afraid, over and above other important child and school characteristics. This finding highlights the idea that children's reports of climate are highly sensitive to their personal experiences. Further, more research is needed that unpacks associations between victimization and the broader social climate (e.g., Bradshaw & Johnson, 2011; Espelage & Swearer, 2003; Wilson, 2004) . Finally, the finding that academic competence was a strong predictor of feeling less afraid but not negative perceptions of interpersonal climate is somewhat consistent with research that has found positive correlations between quality relationships in school and academic outcomes (e.g., Birch & Ladd, 1997; Hughes et al., 2012) .
It is important to note that the sometimes small coefficients found represent the explanatory power of the fall predictors on the remaining variation in the spring outcomes after accounting for the stability of these outcomes from fall to spring. Overall, the findings suggest that great variation exists in children perceptions of the interpersonal climate and that this variation can be partly explained by a host of child background characteristics and experiences.
Level 1 moderating effects. The strength of some of the associations varied by children's race-ethnicity (but not gender). The weaker associations between child characteristics and perceptions of climate for Black and Hispanic children were inconsistent with research that suggests that there may be a stronger association between relationships in school and adjustment for Black and Hispanic children (e.g., Crosnoe et al., 2004; Espinoza & Juvonen, 2011) . Specifically, the associations between children's problem behaviors and their perceptions of negative interpersonal climate and between victimization and feeling afraid were weaker for Black children. The findings suggest that for Black children compared with children from other race-ethnic groups, being involved in aggressive behaviors had less of an effect on perceptions of interpersonal climate and being victimized had less of an effect on safety. This was true for highly victimized and aggressive children. Consistent with theory that problem behaviors among boys may be reinforced by similar peers but also nonaggressive peers (e.g., Cross & Madson, 1997; Henry et al., 2011; Rodkin et al., 2006) , Black children's problem behaviors and victimization may not be as detrimental to their social experiences if aggression and victimization are more normative among Black children. This hypothesis was not directly tested in this study, and therefore no definitive conclusions can be made, but potential support comes from descriptive statistics that show that, overall, Black children exhibited more problem behaviors (see Table 2 ). These findings could also be related to the possibility that Black children are generally likely to rate the interpersonal climate as less negative (Dunkel et al., 2010; Zakriski & Coie, 1996) , leading to a weaker relationship between their behavior and their perceptions. It would also be important to consider the race-ethnic composition of schools, as research suggests that Black children who are in the numerical majority versus the minority feel more socially connected (Crosnoe et al., 2004; Graham, 2006; Kistner, Metzler, Gatlin, & Risi, 1993) . Further research is needed that examines associations between peer relationships among Black children and their perceptions of school climate, particularly taking into account the raceethnic composition of schools.
The Hispanic by academic competence interaction also suggested that the relationship was weaker for Hispanic children. Being more academically competent was protective for other children but not for Hispanic children, who were more afraid than other children when highly competent. In contrast, being more engaged was protective for Hispanic children and not for other children, and the least-engaged Hispanic children were the most likely to feel afraid. The Hispanic by engagement interaction is consistent with studies that have shown a stronger relationship between school adjustment and perceptions of school climate for High student respect/safety Figure 2 . School-level student respect-safety moderation on relationship between school engagement and negative interpersonal climate. Low student respect-safety ϭ 1 SD below the mean; high teacher respect/safety ϭ 1 SD above the mean; low student engagement ϭ 1 SD below the mean; high student engagement ϭ 1 SD above the mean.
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Hispanic children (Espinoza & Juvonen, 2011; Hughes et al., 2012) , whereas the Hispanic by competence interaction runs contrary to this research. It may be that Hispanic children's own perceptions of being engaged in learning are more intertwined with their interpersonal experiences than their academic performance. One possibility is that Hispanic children who disengage from learning feel less connected and less safe in school, whereas those who are highly academically competent may not feel like they fit in as well with their peers compared with other children. Alternatively, these discrepant findings could reflect reporter bias stemming from the fact that academic competence was rated by teachers whereas school engagement was rated by children, as prior research has not typically used multiple informants. Teachers may consistently rate the academic competence of Hispanic children differently than that of children from other race-ethnic groups, or, alternatively, school climate perceptions of Hispanic and other children may differ.
School-Level Associations With Perceptions of School Climate
A positive interpersonal climate may serve to protect children from risk factors faced outside of school, whereas a negative climate could exacerbate the negative effects of these risk factors. On the other hand, cultural differences and the degree of fit between the individual and the context could affect the strength and direction of the relationship between the school context and children's perceptions of climate. For example, closer ties within families and communities among immigrant youth could create resiliency, thereby weakening the relationship between a negative school climate and school adjustment (Crosnoe, 2005) . Our findings suggested that the level of fit between the school context and individual students may be important for understanding how school climate shapes different children's experiences in school.
The main effects suggested that children felt more afraid and perceived the interpersonal climate as more negative when they were in schools where children but not teachers reported poorer relationships among students and teachers. Any relationships among teacher perceptions could have been washed out by the strong association between children's shared perceptions and their individual experiences.
Among the school-level contextual moderators, the relationship between children's academic characteristics and their perceptions of negative interpersonal climate was moderated by teacher-rated school-level contextual moderators. In schools with lower teacher affiliation, less engaged children perceived the climate as more negative. In schools with more student respect and safety, more engaged children perceived the climate as less negative. The opposing findings may seem counterintuitive, but identifying differences in the nature of interpersonal climate among teachers and among students may help. Teacher affiliation promotes teachers' abilities to develop supportive relationships with more and less engaged children. Teachers' emotional states can affect their ability to maintain high expectations for students and to develop a supportive and engaging climate (Orpinas & Horne, 2010) . Teachers in schools with lower affiliation may have trouble connecting with children who are not engaged, whereas in schools with higher affiliation, teachers may be more motivated and able to connect with more and less engaged children. In contrast, being in schools with more student respect and safety appears to be particularly stigmatizing for less engaged children. This is consistent with other findings in this study and with the person-in-context dissimilarity model (Bellmore, Witkow, Graham, & Juvonen, 2004) , which posits that adjustment is thought to be influenced by the interaction between the child and characteristics of the peer group. A good fit between the child and school promotes positive adjustment, whereas a bad fit could lead to negative school adjustment (Bellmore et al., 2004; Lerner & Lerner, 1983) . Less engaged children may have more troubled relationships in schools with higher student respect and safety and consequently come to perceive the interpersonal climate as more negative, whereas the most engaged children in highly respectful and safe schools seem to fare the best. The lack of fit between less engaged children and the school context could exacerbate an already problematic relationship toward school.
Limitations and Future Directions
Although controlling for fall levels of children's perceptions of their school interpersonal climate allowed for a more conservative estimate of the associations between child and school level predictors in the fall on children's perceptions of their interpersonal climate in the spring, the correlational nature of this study prevents any causal conclusions from being made and limits interpretations regarding the direction of effects. Relatedly, Bronfenbrenner's ecological systems framework emphasizes the reciprocal nature of dyadic relationships and of cross-system interactions (Bronfenbrenner & Morris, 1998), as does Tagiuri's (1968) taxonomy of school climate systems. Similarly, Tseng and Seidman's (2007) systems framework argues for the dynamic transactional nature of settings, particularly the transactional nature of dyadic relationships. Clearly there remains the need to better understand through empirical research the interdependencies and reciprocal effects among resources, organization of resources, social processes, and setting outcomes. Although this study addresses the question of interdependencies, testing reciprocal effects was beyond the current scope. Consistent with theory, it is very likely that the associations found in this study work in the alternative direction or, most likely, are reciprocal in nature. Indeed, students and teachers are thought to be in constant, reciprocal interaction (Pianta, 2006) . Just as children's individual characteristics are shaping their interpersonal interactions and how they perceive the quality of interactions in school, children's perceptions of their relationships in school are shaping their interactions, as well as their socialemotional development. Future studies that examine reciprocal transactions between children and their social context are warranted.
Second, classroom and school characteristics have been assessed in a number of different ways. Some studies have used peer nominations or social network analysis to examine group dynamics and social norms in classrooms (e.g., Cairns & Cairns, 1994; Wilson, Karimpour, & Rodkin, 2011) . Others have used the standard deviation to assess how similar or different children's experiences are within the classroom (e.g., Friedkin, 2004) . Mean levels of children's perceptions of school climate were deemed most appropriate in this study because this was the focus of interest, but other ways of examining school-level interpersonal climate would also be useful. One approach would be to incorpoThis document is copyrighted by the American Psychological Association or one of its allied publishers.
rate observational tools such as the CLASS (Pianta, LaParo, & Hamre, 2008) . Another approach that has been used in the organizational and, more recently, the peer literature is to capture dispersion in child ratings through the coefficient of variation (CV ϭ SD/M; Bedeian & Mossholder, 2000; Cappella & Neal, 2011) . Third, selective social aspects of the school interpersonal climate were the main focus in this study, but previous research has found that other characteristics are also associated with children's perceptions of the climate. These include organizational-structural characteristics such as school and class size, student-teacher ratio, resource support, race-ethnic composition, SES (e.g., Aikens & Barbarin, 2008; Juvonen et al., 2006; Rumberger, 1995) ; stafforiented characteristics (e.g., Gottfredson et al., 2005; Sweetland & Hoy, 2000) ; and other student-oriented characteristics including academic expectations (e.g., Battistich et al., 1995; Shouse, 1996) . We did control for race-ethnic and income composition of the school. Although measured imprecisely (i.e., using race-ethnicity and poverty of the study sample aggregated to the school level as proxies), these compositional variables could be proxies for other, unmeasured school context variables (Sellstrom & Bremberg, 2006) . The research on the effects of structural characteristics of schools on student outcomes has been mixed, with many studies finding no main effects on children (Kasen et al., 2004; Koth et al., 2008) . Other structural and organizational characteristics of schools could be useful as controls in this study, but these data were not readily available. In addition, an ecological systems approach is taken here, but little by way of context effects outside of school were included. Interactions between neighborhood, family, and school contexts are likely (e.g., Davis, 2003) .
The generalizability of the findings is limited by a couple of factors. First, the sample was neither inclusive of all children and teachers in a school nor a nationally representative sample of schools or children. Although the findings cannot be generalized to a larger population of students, the study does capitalize on a large, diverse sample of children and schools. Second, some of the child-level predictors of perceptions of climate were restricted in range, suggesting a possible lack of sensitivity of the measures rather than a lack of diversity in the sample. Although many of the scales were adapted from established measures, the findings may have been more pronounced with more sensitive scales. Finally, this study focuses on two aspects of children's perceptions of interpersonal climate and used a limited number of items to capture each construct. Future studies should examine a broader set of items to capture multiple dimensions of children's interpersonal experiences in school.
Implications
The success of reform efforts aimed at improving children's adjustment by fostering a more positive school climate depends on identifying how the dynamic associations between children and their social environments affect children's experiences at school (Ozer, 2006; Tseng & Seidman, 2007) . This study contributes to a better understanding of child predictors of their perceptions of school interpersonal climate by examining a wide range of childlevel factors. Moreover, this is among the first of studies that examined interactions with school-level climate factors. In doing so, this study contributes to a growing body of literature that seeks to understand what features of schools and the children nested within them positively or negatively influence one other.
The findings suggest that the factors that may promote perceptions of interpersonal climate generally are not necessarily the same as those that promote feeling safe in school, although some similarities exist. Furthermore, the findings lend support to reform efforts that target improving connectedness among students and among teachers. Perhaps the most surprising findings had to do with the cross-level interactions. Although more follow-up work is needed, these findings suggested that promoting a positive school and classroom climate may not be enough to promote positive adjustment for all children. Intervention efforts that target the school climate need to be attentive to both context-level factors, such as teacher affiliation and school safety, and to the negative effects of potential dissonance between children at risk for maladjustment and the social context. Future research should further examine when this dissonance becomes problematic and for whom. Taken together, this study further develops an ecological understanding of children's perceptions of school climate and adds to the current body of work that seeks to better understand the factors contributing to children's experiences in school. Note. Boldface type indicates factors onto which items are loading. CFI ϭ comparative fit index; TLI ϭ Tucker-Lewis index; RMSEA ϭ root mean square error of approximation; SRMR ϭ standardized root-mean-square residual; WRMR ϭ weighted room mean square residual. Boldface type represents factors onto which items loaded.
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